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Abstract:  
 
This paper comes from a larger study that seeks to develop understandings about the 
knowledge bases of eductors working in offshore contexts.  In particular it focuses on 
interview accounts from teachers employed in Australian-owned institutions in Central 
Java, Indonesia.  This paper highlights emerging tensions in these accounts as the 
teachers encounter multiple and sometimes conflicting expectations of the knowledge 
bases required of teachers in offshore instruction.   Specifically the paper utilises 
Bernstein’s concept of pedagogic identities and his concept of classification alongside 
Bourdieu’s notion of habitus to theorise the construction of the multiple knowledge bases 
teachers require for a particular offshore education context.   
 
Australian Offshore Education in the Asia-Pacific Region 
 
More so now than any other time, Australian educational providers have been particularly active 
in the provision of education for students within the Asia-Pacific region (see Jolley, 1997). These 
programs have focused on providing instruction to adult learners in a range of subject disciplines, 
such as business studies, vocational training, teaching, nursing, English as a language of study 
and preparation courses for entry into onshore Australian education institutions.  The provision of 
education for these students has, hitherto, been largely in the ‘study abroad’ mode where students 
study away from their country of domicile.  However, due to the expense of such undertakings, 
Australian educational providers have also ‘exported’ education offshore, that is, they have 
established physical centres of learning abroad, either as satellite campuses of Australian 
educational institutions or as a joint venture with an Asian based institution.  These institutions 
have been staffed by either bringing in teachers from other countries or by inservicing local 
teachers to undertake the face-to-face teaching duties for the Australian owned institution.   
 
In the mid-1990s general concerns were raised about the way some Australian educational 
providers understood aspects of teaching and learning for a diverse clientele (see Ellis, 1996; 
Jarrett, 1994; Hughes & Abello, 1994).  In contrast, and at much the same time, other researchers 
concluded that foreign countries viewed Australian educational institutions as transformational 
and ‘one of the world’s most well regulated and quality providers of education and training’ 
(Richardson, 1996, p. 2).  More recently, interest in the provision of onshore or offshore 
Australian education for the Asian market has been framed in economic terms, or has focused on 
its intersection with the processes of globalisation (for example, see Beattie, 1999; Sharpham, 
1997; Jolley, 1997).  It is the aim of this paper to focus on teachers’ narratives of aspects of their 
pedagogic practice in an attempt to contribute to the literature aimed at improving understandings 
about teaching and learning in offshore contexts.  Fundamental to exploring concepts of teaching 
and learning is the need to better understand the knowledge bases required by teachers as they 
provide instruction in offshore contexts.  This paper thus draws on and analyses some teachers’ 
narratives about their understandings of the professional knowledge bases required for offshore 
work in a specific offshore context, namely Central Java, Indonesia.   
 
The paper is organised in six sections.  The first section outlines the research context and 
introduces the personnel who participated in this interview study.  The second, third and fourth 
sections turn to the research itself and present five extracts of interview data typical of the 
responses given by the participants who discussed their understandings of teachers’ professional 
knowledge required in the offshore context.  In line with the literature that explores the 
knowledge bases of teachers (see Turner-Bissett, 1999; Hegarty, 2000), the findings of this 
research reveal, according to the teachers interviewed, that offshore teachers must be able to 
draw upon multiple knowledge bases.  More significantly, this study highlighted apparent 
tensions as some knowledge bases were deemed to be of more worth than others by different 
pedagogic agents.  According to the teachers’ accounts, differences existed in what the teachers 
produced as the constitution of professional knowledge bases vis-a-vis their understandings of 
what the ‘clients’ constituted as the required knowledge bases for offshore teachers.  In the fifth 
section, Bernstein’s (2000) model of pedagogic identities is used to explain how it is possible for 
multiple and contrasting criteria to be put forth as the criteria of the most worth, but how only 
particular knowledge bases are taken up as being of significance.  Bernstein’s (2000) model is 
important for the way that it highlights the complexity of teachers’ work as it intersects with the 
particularities of a context.  This model thus provides a framework to explain why what is valued 
as a required knowledge base for teachers can shift and change within a context over time, thus 
exposing how alternative possibilities can become a new accepted norm.  The final section, 
section six, concludes with a discussion that suggests that the dominant market orientations that 
the teachers talk about in their narratives serve to (re)produce relations of inequality that 
characterised colonialism.   
 
The Case Study: Australian-owned Institutions in Central Java  
 
This paper draws on interview data collected for a Large ARC funded study1.  This part of the 
study analyses semi-structured interviews from eight teachers employed at five Australian-
owned2 institutions in Jakarta, Central Java, Indonesia.  One interview conducted with a senior 
government trade official was also used in this paper.  The educational institutions each 
employed between five and fifty-three teachers who focused on preparing the Indonesian 
students for the International English Language Testing Service (IELTS)3 exam or a specialist 
area of study.  These specialist areas of study encompassed pre-university or pre-vocational 
studies in business, science, information technology, teaching of English through 
ELICOS4courses, teacher training for Indonesian teachers of English, education studies, 
hospitality, nursing or engineering.  Teaching was generally presented in a tutorial format.  All 
institutions were considered to be ‘autonomous’ in the sense that they were not explicitly 
controlled by the state, that is, they were not mandated to teach standardised Indonesian National 
curriculum nor were there compulsory guidelines to follow regarding the employment of staff. 
 
The teachers interviewed had between three and ten years experience working in offshore 
institutions.  All teachers had internationally recognised teaching qualifications and were 
considered to be native English speakers from Australia, the United Kingdom, Canada or the 
United States.  One institution also employed two Indonesian nationals who completed their 
teaching qualifications in Australia, although these teachers were not part of this interview 
cohort.  Non-academic managerial positions, such as Head of Library or Head of Finance were 
staffed by Indonesian Nationals.  Indonesian Nationals also formed the bulk of the non-academic 
workforce of administrative clerks, marketing personnel or liaison officers5.  In all of the 
interviews the researchers initiated discussion that focused on the formal qualifications of the 
offshore teachers, what curriculum contents were taught and how these curriculum contents were 
taught.  Extracts of data from five of the interviews are presented and analysed in this paper 
because they are considered to be typical of the range of responses given by the participants in 
the corpus of data collected for the larger ARC funded study.   
 
Two common themes emerged from the data.  The first theme centred on what the teachers put 
forth as the professional knowledge base for offshore instruction: subject matter knowledge and 
pedagogical knowledge.  The second theme focused on the teachers’ understanding of dominant 
market orientations.  According to the teachers’ narratives dominant market orientations expected 
teachers to display particular conduct knowledge. Thus, this theme revealed tensions between 
what the teachers understood as the required professional knowledge base vis-a-vis what they 
believed the students understood as the required professional knowledge base for the offshore 
context of learning.  Each theme will be presented and analysed in turn.   
 
Subject Matter Knowledge and Pedagogical Knowledge  
 
This section provides an extract of data from a one hour semi-structured interview with Beatrice 
Edwards, a British citizen.  Beatrice undertook English as a Foreign Language (EFL) 
employment6 with refugees in Thailand before returning to the United Kingdom to complete her 
teaching qualifications.  She was then employed as a teacher in an Australian-owned institution 
in Jakarta.  During her interview she spoke about her understandings of the professional 
knowledge teachers working in the offshore situation needed.  In her talk she suggested that 
teachers needed two professional knowledge bases that could be described as subject matter 
knowledge and pedagogical knowledge.  Further to this, she contested the positioning of native 
English speakers who do not have a particular form of subject matter knowledge and pedagogical 
knowledge as being suitable offshore teachers by virtue of their native speaker status: 
 
Extract One7: 
 
Beatrice: The one thing I suppose I could say is particularly when I was travelling in 
South East Asia, before I ended up teaching in Thailand, there’s such a huge demand for 
English teachers.  And there’s the whole thing of you’re an English speaker therefore you 
can teach English, which is just ridiculous.  I mean I am an English literature graduate 
but I’m not sure when I look back at those six months of English [teaching] without any 
training, I’m sure there were some things, but I mean the whole reason I went to do the 
qualification is that I still often enough thought of myself as a fraud because I never had 
been taught how to teach before. 
Researcher: And you were really feeling a need for that? 
Beatrice: Yeah, ‘cause I remember travelling with this fantastic guy from Australia, 
but who had never travelled before, and he said ‘G’day Mate’, he wasn’t actually 
speaking English.  I mean his grammar was absolutely shocking, he came from the bush8 
somewhere, he was a miner, his grammar was APPALLING…He ended up teaching.  I 
thought ( ) teaching!  Last I heard he was in Vietnam and I was going ‘Oh please’…He 
didn’t understand that what he was saying wasn’t the correct English.  I don’t like the 
way even that people in Asia and probably other places in the world will say could you 
teach English for us because you speak English… 
 
In this narrative, Beatrice identified two constituent parts of teachers’ professional knowledge for 
teachers working in the offshore context: English language knowledge, and being taught how to 
teach.  More specifically, she implicitly differentiated between two classes of English language 
knowledge: an everyday English language knowledge and a technical English language 
knowledge.  In Bernsteinian (1996, p. 43) terminology, the English language knowledge that 
everyone who can speak the language has access to would be referred to as mundane knowledge, 
and the English language knowledge that is acquired from immersion in formal university studies 
would be known as esoteric knowledge. In Beatrice’s narrative particular versions of English 
were thus placed in a hierarchy whereby some forms of English were more specialised than 
others and were thus considered to be the form of English required for teachers’ professional 
subject knowledge.  In short, Beatrice suggested that a teacher’s professional knowledge base 
should draw on esoteric subject knowledge.  She emphatically contested the notion that native 
English speakers had the requisite professional knowledge base by virtue of their native English 
speaking status alone.  
 
The second element of teachers’ professional knowledge that Beatrice raised was to do with 
‘being taught how to teach’, in other words, pedagogical knowledge.  Although she does not 
provide more discrete categories, she has drawn on personal experience to suggest that teachers’ 
professional knowledge must include both esoteric subject knowledge and pedagogical 
knowledge.  She is thus separating teachers’ professional knowledge from the world of everyday 
knowledge.  The insulation between the category of teachers’ professional knowledge and the 
category of everyday knowledge can be described by the strength or weakness of the boundaries.  
When there is little that links the categories together, they are said to be sharply distinguished 
from each other and therefore have their own distinctive specialisation (Bernstein, 1975).  Hence 
when boundary maintenance is strong, as Beatrice is suggesting, the categories are said to be 
strongly classified (Bernstein, 1975).  Conversely, when categories are less specialised, their 
distinctiveness is reduced.  In other words, the criteria insulating one category from another is 
weakly classified (Bernstein, 1975).  In weakly classified categories boundaries are blurred and 
categories do not have their own specialised criteria nor do they have rigidly specialised rules for 
what may and may not be included within a category.   So in analysing Beatrice’s narrative, she 
is suggesting that teachers’ professional knowledge is strongly classified vis-a-vis everyday 
knowledge.  In theoretical terms, there is a heavy regulation as to what knowledge can and 
cannot be brought into strongly classified forms of knowledge.   
 
In a separate two hour interview, Marcus Stuart, an Australian citizen and academic coordinator 
at a institution in Jakarta, clarified that he was responsible for recruitment of staff, timetabling, 
and liaising with universities in Australia to build partnerships for Indonesian students who 
wanted to study in Australia.  The researcher invited Marcus to comment on the recruitment of 
teachers within the institution in Jakarta:  
 
Extract Two: 
 
Marcus: The teachers we employ from Australia I guess would be predominantly 
Anglo-Saxon but not exclusively.  We also employ quite a number of teachers from North 
America and from Britain for the English exam, English program.  We recruit local 
teachers as well.  But yeah,  the teachers that we recruit from Australia are usually not from 
a diverse background.  And I think that's as much a factor of the applications as much as 
any recruitment sort of procedure. 
Researcher: Would Indonesians accept an Asian/Australian as a teacher or do they still 
expect a white representation from Australia? 
Marcus: Ah, I think they would accept an Asian/Australian.  The only factor that may 
concern them is the English language expression I think.  And as long as the person 
teaching was able to express themselves in a way that our students have become used to 
because of all the other teachers.  I think that that would be okay. 
 
Marcus’ narrative suggested that he too understood that teachers needed to have a particular form 
of English language expression.  Although he did not explicitly elaborate upon the criteria, he 
used the term Anglo-Saxon to describe the dominant category of teacher employed at his 
institution.  The use of the term Anglo-Saxon assigned these teachers a place in the relations of 
identity in terms of their whiteness and westerness.  Notions of whiteness and westerness 
dominated much of the interview data with the cohort of offshore teachers.  The next section of 
this paper will focus on data and analysis of teachers’ understandings of these categories. 
 
Embodied Knowledge as Professional Capital   
 
This section provides extracts of data and analysis of teachers’ accounts that focuses on the need 
for offshore teachers to exhibit particular forms of conduct to be legitimised as offshore teachers 
for Indonesian students.  Extract three introduces Angus Fabian9, an Australian educational 
administrator who, at the time of the study, had managed a non-profit Australian-owned 
institution for eight years.  His organisation employed 150 staff across two centres and sixty staff 
of the centre were categorised as ‘expatriates’. The researcher invited Angus to comment on the 
recruitment of teachers within his institution in Jakarta.  The following lengthy discussion 
ensued: 
 
Extract Three: 
 
Researcher: Um, bit of a controversial issue, so you can decide whether you want to 
answer this one or not.  The teachers that you recruit, do they predominantly tend to be 
white teachers, Asian teachers? 
Angus: That has been a controversial issue.  Um, there is I suppose an expectation that 
native speakers of English, teachers are white.  Obviously from our point of view it doesn't 
matter.  But you can think of client orientation here... We went to employ a 
Chinese/Malaysian, and we didn't persevere with it because we were advised that it just 
wouldn't wash.  We never tested it out...Whether our clients wouldn't have accepted a 
Malaysian as being a native English speaker.  The advice, was that it wouldn't go. 
Researcher: So, the Chinese/Malaysian person had been educated in Malaysia? 
Angus: In Australia,... but the issue, she's not the native speaker of English.  From 
our intents and purposes she was.  But it was a perception... 
Researcher: Is that changing, Angus?  Is this perception that only white people are native 
speakers of English shifting at all?... 
Angus: We don't put it to the test so much... 
Researcher: Why haven't you tested it out?  There haven't been applicants? 
Angus: Not enough applicants... 
Researcher: Ah, what about a ‘Black’ American? 
Angus: I think that would be okay.  If it was clearly American, I think…if it was a 
qualified ‘Black’ American, we would say it would be interesting to see how the students 
cope.  But in a previous job I had in Jakarta, we had a woman who was half Pakistani and 
half West-Indian who came out from Britain.  Um, not a problem.  She was young and 
attractive and all sorts of other things.  That helps and she wasn't wearing a sari.  There's 
all sorts of things which gets back to perception...I think in the case of the Filipino woman, 
although she looked Filipino.  The way, her body language, the way she walked, the way she 
taught was the same as other ‘western’ teachers.  After that kind of, ‘Oh, she's not white’.   
It was funny.  It was sort of the same with the Pakistani-West Indian.  She'd lived all her life 
in Britain.  And she acted like she was British.  So, it's that sort of thing and I think that 
would be the case of ‘Black’ American.  I expect a ‘Black’ American would act like an 
American, like other American teachers do and the way they talk.  I think once you get 
people who've been brought up in Asia, no matter how good their language proficiency 
is...that's not really the issue.  It's kind of they may teach in a particular, you know they act 
in sort of Asian-style or Malaysian-style or something and they look very Chinese.  They 
look, they kind of act like the teacher they may have had when they were at high school and 
we've come to a ‘western’ organisation, to be taught by ‘westerners’.  And now we've got a 
teacher who looks, who seems to be just like the one we had when we were at high school. 
 
In agreeing that the issue of teacher employment was a controversial issue, Angus’ narrative 
indicated there existed differing points of view about the professional knowledge base of offshore 
educators.  According to his narrative, the students, whom he referred to as clients, not only 
expected offshore teachers to be native speakers of English and to have a validated teaching 
style, the students also expected these teachers to exhibit a certain ‘style’ or more particularly, a 
‘western style’.  In a user-pays education system, such as this one, there is the suggestion that the 
clients had the authority to determine categories of teachers’ professional knowledge of the most 
worth.  In his work on pedagogic identities, Bernstein (2000) refers to this as market orientated 
identities.   
 
Thus, according to Angus’ narrative, dominant market orientations determined that teachers 
needed the ‘look’, ‘body language’, ‘walk’ and ‘teaching style’ of other ‘western’ teachers.  In 
other words, offshore teachers had to display particular conduct knowledge, that is, an inclination 
of the way to act and react that is acquired through immersion in a ‘Western’ society.  Bourdieu 
(in Bourdieu & Wacquant, 1996) termed the uptake of these systems of action, which are 
‘regular’ without being consciously coordinated or governed by explicit rules, as ‘habitus’.  
Habitus is thus a result of a long process of inculcation which becomes a ‘second sense’ or 
‘natural’.  In short, a particular habitus orientates (although does not force) agents to act and react 
in certain socially desirable ways.  In Angus’ narrative, teachers who were not ‘western’ by race, 
but exhibited the requisite habitus were deemed as having the cultural capital (Bourdieu, 1974) 
that then translated into their being positioned as legitimate offshore teachers for Indonesian 
students.  In contrast, according to Angus’ understanding of the market orientation, teachers who 
‘looked’ or ‘acted’ just like the teacher students may have had when they were at high school did 
not have the kind of cultural capital that would position them as a legitimate offshore teachers for 
Indonesian students.  This meant that these teachers did not belong to the sharply distinguished 
category of acceptable offshore teacher. 
 
From the extract of data presented it seemed that potential applicants recognised the clear-cut and 
bounded categories of what was and was not accepted as the professional knowledge base for 
offshore teachers and the client’s authority in nominating such.  It could be possible that the 
dominance of market principles had entered potential applicants’ consciousness10 and teachers 
unable to adhere to the dominant market orientation tended not to apply for employment.  These 
teachers may have thus acquired a place within the classificatory system that relegated them as 
unable to be positioned as a legitimate offshore teacher for Indonesian students. 
 
Another interview participant, Tuti Liu, a senior government official of Chinese/Indonesian 
descent, developed and promoted trade relations between Indonesia and Australia.  She prepared 
the literature designed to assist Indonesian students travelling to Australia to study undergraduate 
or postgraduate university courses.  The researcher asked Tuti to comment on the recruitment of 
offshore teachers within the Australian-owned institutions in Indonesia: 
 
Extract Four: 
 
Researcher: How important is it for the Australian [teachers] that come over here to be 
white Australians rather than say, we have a multi-cultural population, rather than say 
Asian Australians?  As teachers? 
Tuti: Oh, as teachers.  Ah, no I should say with teachers it's not a problem…because now 
I think the younger generations they realise that Australia is not just white.  Maybe the 
older generation, yes.  But so now it's, ‘Oh, of course, oh, he's not white.  It's fine.’ 
Researcher: When did that shift occur from Australia representing itself as a white 
European nation to now presenting itself as a multi-cultural nation as a part of Asia?  
Tuti: … Australia is not white but … I think it's still important to have the white.  Right? 
Researcher: Yeah, why? 
Tuti: Why?  Because it goes back to (an intelligence) of people here.  Right?  Um, we call 
it, this is a term we use, we call it (Mamba jaja).  (Mamba) is the (...) and jaja is, 
colonialism and, but the Dutch is like, has been for what (here) for so long…Yeah, 52 
[years] but, you know, if they see white they think they're superior, right, they're much 
superior.  The older generation.  It's changing now.  Especially people who study 
abroad…Still, you know, a very narrow-minded people, that it's better to deal with 
white…Right?  Because of this perception.  Right?  White is superior and all that.   
 
Tuti’s narrative suggested that the older generation subscribed to a discursive formation that 
positioned white teachers as being superior to non-white teachers.  This generation may have 
subscribed to this discourse because of Indonesia’s history of colonialism.  In contrast, the 
younger generation, in particular those who had studied abroad, had an increasing awareness of 
the reality that some sectors of Australian society constructed Australia as a pluralist society.  
Thus, these Indonesians recognised the cultural and social diversity of the people of Australia.  
Despite this increasing awareness, Tuti’s narrative suggested there was still an underlying 
perception amongst some Indonesians that an offshore teacher who was white would be viewed 
as superior.  In short, market principles mandated both implicitly and explicitly that only some 
categories of culture and race positioned teachers as an acceptable offshore teacher for 
Indonesian students.  These same market principles also excluded, on the basis of culture and 
race, some teachers as not being accepted as a legitimate offshore teacher.  In other words, 
categories of culture and race set teachers apart, either legitimating or delegitimating their status.   
 
However, the data sets also revealed that valued constructions of race, conduct and native 
speaker status did not realise unconditional legitimation for some teachers, in particular, when 
categories of gender and age were taken into account.  An extract of data typical of the teachers’ 
talk about categories of gender and age will be provided and analysed in the next section.   
 
Valued Categories of Gender and Age 
 
The following extract of talk supplied by Julia Ryan was typical of the experiences of other 
young female teachers interviewed for this study.  Julia, an Australian student services manager, 
although positioned within a white/western native speaker category, spoke about being set apart 
in certain forums because of her perceived youth and gender.  As student services manager, 
Julia’s role encompassed the provision of personal and academic counselling for the Indonesian 
students. Another aspect of her role was to explain the institutional programs to prospective 
students.  She recalled experiences that relayed how market orientations dictated how she was 
positioned and how this positioning determined what role she was validated to undertake: 
 
Extract Five: 
 
Julia: And within the workplace it was actually a conversation that I had with someone 
yesterday that frustrated me no end.  I was basically told you’re disadvantaged because 
you're young and you're female. 
Researcher: This was an Indonesian or a white person? 
Julia: This was an Indonesian.  I'm trying to go to Universities and do presentations.  I 
do presentations here I thought, ‘Why not approach them?’ and they're very receptive to 
the idea over the telephone.  ‘Um, please come in, we really want you to do it’.  I met a 
Dean of one of the faculties, he came in here and went, ‘I don't know whether we can 
have you.  Is there someone else who does the presentations?’…I wouldn’t have been 
taken seriously in the presentation.  He wasn’t saying it nastily, he was trying to help me.  
He said, ‘Do you have someone else who could come with you?  Maybe [you] do the 
presentation but have a man who's older who can come with you and make you have 
prestige.’ 
Researcher: Young, white and a woman? 
Julia: Woman was very significant.  And young was significant.  White wasn’t 
necessarily, he didn’t focus on the white.   
 
In Julia’s narrative, she testified that she experienced both gender and age as very significant 
markers of market demand.  Even though Julia’s narrative suggested that she had some of the 
approved cultural capital in terms of her subject matter knowledge and habitus, her testimony 
suggested that there were times when her gender and age meant that she could only hold 
positions of institutional authority if she was accompanied by a market approved identifier.  
According to her narrative, she was accepted as the voice of institutional authority over the 
telephone, but when she was seen to be young, there were limitations attached to her institutional 
authority.  The market thereby determined when gender and age became dominant.  Julia’s 
experience is an example of the socially constructed inequity that operated to shape the 
experience of being a young female offshore teacher for Indonesian students in Jakarta. 
 
The extracts of talk from Angus, Tuti, and Julia indicate that, according to client demand, 
offshore educators needed a professional knowledge base that promoted particular forms of race, 
culture, gender and age. Understandings of the principles of classification, as outlined above, can 
also be applied to these teachers’ narratives.  The strong classification screens who can be 
positioned as a legitimate teacher for offshore Indonesian students, thereby regulating 
membership for offshore educators.  What is salient is that who can and cannot transmit strongly 
classified forms of knowledge is restricted.  This means, according to the narratives presented, 
that strongly classified curricula can only be taught by specialist staff with the valued cultural 
capital.  In this way, strongly bounded categories of who can and cannot become an offshore 
teacher for Indonesian students served to (re)produce particular social and historical positions. 
 
Discussion of Dominant Market Orientations 
 
In summary, two key findings from this data set were, firstly, the dislocation between what the 
teachers regarded as the basis of teachers’ professional knowledge and what the teachers 
understood as the market’s orientation.  The teachers’ talk indicated that their orientation was 
driven by a particular form of subject matter knowledge and pedagogical knowledge while they 
understood that the market orientation was also driven by socially constructed conducts that 
valued particular categories of culture, race, gender and age.   
 
The second key finding was that the dominant market orientations were not fixed; rather they 
were in a state of flux.  At the local level different agents set up different orientations that acted 
selectively on the legitimisation of teachers’ professional knowledge.  Such findings served to 
demonstrate that although there appeared to be two distinct categories of identity that the teachers 
can take up, only one category, that is the category promoted by market orientations, is adhered 
to.  In this case, strong classification creates clearcut guidelines for who is accepted and is not 
accepted as a legitimate offshore teacher for Indonesian students.  The strongly classified 
categories provide the power for it to screen, or limit, who can be accepted as an offshore teacher 
for Indonesian students.  Thus it follows that strong classification of the market approved 
professional knowledge base for offshore teachers carries the power to restrict certain criteria 
from legitimising some teachers as the accepted offshore teachers for Indonesian students.  In 
short, strong classification regulates membership for teachers. 
 
Suggestion of (Re)production of Inequality 
 
In conclusion, three points need to be emphasised.  The first is that offshore teacher legitimacy, at 
least in this context and according to these participants, was still very much organised along 
racial, cultural, gender and seniority lines.  These market orientations served to (re)produce 
hierarchies in terms of race, culture, gender and age; all relations of inequality that characterised 
colonialism.  To acknowledge and adhere to these discourses in the employment of teachers 
within the offshore context merely gives voice and encouragement to structures of power which 
are oppressive and inequitable for those who are identified as not exhibiting what is put forth as 
the professional knowledge base of the most worth.  Thus the analysis has shown that particular 
habituses and embodied dispositions were significant in limiting the employment of teachers who 
may have been recognised as having the requisite subject matter knowledge and pedagogical 
knowledge.   
 
Furthermore, Bernstein (1975, p. 82) cautions that strongly classified categories of identity make 
it very difficult, sometimes impossible, for agents to change their identity.  It would seem, to use 
an often quoted phrase from Bowles and Ginitis (1976, p. 246), that the market driven 
employment practices of Australian-owned offshore institutions in this case study context have 
served to ‘deflect discontent’ and ‘stabilise the prevailing structures of privilege’, and by 
implication, stabilise prevailing structures of constraint and inequality.    
 
The second point that needs to be emphasised is that market orientations do not always have to 
dominate user-pays industries.  Although the teachers’ narratives highlighted the need for 
offshore institutions to respond to dominant market orientations, these orientations are not static 
or unchanging.  For example, if another orientation became dominant, for example, if the staffing 
arrangements in offshore institutions were controlled by a mandate that refused to tolerate forms 
of cultural, racial, gender and aged based discrimination, then the constitution of what was held 
up as the professional knowledge of the most worth would be affected.  Alternatively, if the 
situation arose whereby demand for student places within these offshore institutions outweighed 
places available and these institutions established themselves as elite institutions with what 
Bernstein (2000) would call reputational capital, then, institutions would not have to adhere 
absolutely to the existing market orientations.   This could permit alternative orientations, such as 
the teachers’ orientations, to drive the constitution of teachers’ professional knowledge of the 
most worth. 
 
Finally, classification of the constitution of teachers’ professional knowledge is in a state of flux 
and therefore needs to be continually re-evaluated.  What knowledge elements are dominant can 
only hold if the context in which they are constructed remains unchanged.  Further research 
would be needed to investigate how different offshore contexts constructed what elements of 
teachers’ professional knowledge were held up as being of the most worth.  This is because what 
is constituted as the teachers’ professional knowledge of the most worth is validated by the socio-
historical context of a particular place in a particular time.  
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1   The chief investigators of this Large ARC study, English literacy in off-shore scientific and technical programs: 
A case study of exporting Australian education to Indonesia, were Associate Professor Parlo Singh, Dr James Garton 
and Professor Peter Freebody.  Data collection for this part of the study was undertaken by Associate Professor Parlo 
Singh and Dr Karen Dooley (research assistant).   
2 Some of these institutions were joint ventures with already established Indonesian institutions. 
3 IELTS - International English Language Testing Service - This service provides English Language proficiency 
tests to assist in the evaluation of students’ English language proficiency for the purpose of university entry. 
4   ELICOS - English Language Intensive Course for Overseas Students. 
5   Liaison officers provide students with information on Australian universities. 
6   At this time Beatrice had completed a University degree in English literature but did not have any  teaching 
qualifications or teaching experience.  
7   Transcript conventions used:  
 [words]  inserted by researcher to assist with clarification 
 (words)  uncertain transcript 
 (   )  unclear and unable to be transcribed 
 ....  non-necessary part of transcription deleted  
8   ‘Bush’ is a colloquial term and refers to geographical areas of Australia where primary industries, such as farming 
and mining, provide the main industries for small non-regional communities. 
9   For ethical reasons pseudonyms are used. 
10   Bernstein’s (1996, p. 39-53) work has studied the constitution of the relay which explains how the pedagogic 
device acts as a symbolic regulator of consciousness.  This model recognises that the general principles of the 
pedagogic device, while including relationships in schools, also includes pedagogical relationships outside of the 
schooling context (see Bernstein, 2000). 
